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DISTRIBUTIVE LEADERSHIP’S RELATIONSHIP TO TEACHER SELF-EFFICACY:
AN ECOLOGICAL MODEL
Abstract
This ecological study identifies and tests research based constructs of distributive
leadership and teacher self-efficacy on the 2012 and 2014 TELL survey using ecological
methodology. This includes a confirmatory factor analysis of survey items that best measure
distributive leadership and teacher self-efficacy. The overall population mean for participants
who agreed or strongly agreed with the survey items was calculated and analyzed. The research
focuses on a microsystem analysis, but includes a reflection on the exosystem and an analysis of
variance with the macrosystem.
Analyses revealed three major findings. First by calculating the overall population mean
of participants who agreed or strongly agreed with the survey items measuring distributive
leadership and teacher self-efficacy it was found that in both years the percentages were in the
high range according to the organization who publishes the survey. This concludes that the
teachers at the research site agree that the school utilizes distributive leadership and that teachers
have a strong sense of self-efficacy. When compared to distributive leadership and teacher selfefficacy percentages of the overall district a less than 4% variance was noted. It can be
determined that these findings are consistent across the district: when the school environment
includes distributive leadership and cultivates teacher self-efficacy the conditions are present for
students to make learning gains.
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Findings from this study are of interest to education policy makers, education leadership
preparation program leaders, and school district leaders, as they provide additional evidence
regarding the importance of cultivating the environmental conditions needed for effective
learning outcomes in schools. Findings from this study should also be considered in the design of
future research studies in this area, as the use of individual student-level data that could be linked
to individual teacher level data would allow for additional analysis.
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CHAPTER I
INTRODUCTION
In 2010 Shields wrote that education and educational leadership must be linked with the
wider social context in which it is rooted. She contends that in order for learning environments to
be truly inclusive and socially just, a transformative theory of leadership must be employed.
Drawing on the work of Shields, this study seeks to understand the influence of distributive
teacher leadership opportunities on the sense of self-efficacy of the teachers who participate in
teacher leadership. This relationship is necessary to create the conditions for improving student
achievement through the lens of ecological methodology. In other words, how motivated are the
teachers at a large, urban K-8 school by the leadership opportunities they take on and how do
these environmental conditions influence student learning in a way than can be transformative?
Educational researchers continue to show an interest in the construct of teacher self-efficacy or
“the extent to which teachers believe they can affect student learning” (Dembo and Gibson, 1985,
p. 173). The purpose of this ecological case study is to discover to what degree distributive
leadership motivates teachers in a way that makes them want to continue to teach in the
classroom and progress student learning. It is anticipated that the knowledge generated from this
inquiry will glean new insights into the importance of distributive leadership in schools, and how
it can transform teaching and learning. This research employs ecological methodology to
construct a theory that links distributive leadership to self-efficacy theory in the school
environment. A shift is occurring in the fields related to education today, especially in cognition
theory and human development, that learning is not simply communicating and obtaining
information. When viewed from an ecological perspective, learning is co-constructed in a way
that the learner is participating. Learning is personified, positioned and distributed (Borgo, 2007).
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Student learning needs to move from transactional to transformative and therefore needs an
ecological-educational model. Teaching and learning requires an ecological participatory
example (Sterling, 2001). This justice-oriented approach to leadership necessitates that educators
focus on concepts of power and privilege and on the deconstruction of knowledge frameworks
that prevent inclusion and equity and their reconstruction in more inclusive ways. Therefore, the
ecological methodology is seen as a vehicle for transformative leadership in this study (Shields,
2010).
Participants of this study include a randomly selected group of teachers at a large, urban
K-8 school in the Northeast who participated in the 2012 and 2014 Teaching, Empowering,
Leading and Learning survey (www.tellmass.org).
This chapter begins with an overview of the background leading to this research and the
problems that structure the study. It is followed by the statement of purpose, the research
questions and the definition of terms used throughout the study. This is followed by the
conceptual framework. Additionally the assumptions, limitations and scope of the investigation
as well the significance of the study are discussed. The chapter concludes with a summary of key
points.
Background
In September 1998 I began my career as a teacher. I felt prepared and ready to go. With
both a Bachelor’s degree secured and a Master’s degree underway I thought there was no way I
could fail. I was wrong. By my third year in the classroom I felt like I was no longer affecting
my students’ progress. I was teaching from the book. I was following a designed curriculum that
I fundamentally disagreed with. At the end of that year two colleagues I worked with since
graduating from college left the teaching profession. They were frustrated by both the lack of

2

control they had over what and how they taught, as well as a lack of support from our colleagues
and administrators over what they were supposed to be teaching. I, however, did not leave the
teaching profession and instead, reached back to college professors and sought advice on what to
do. With their guidance I joined an inquiry research group with other alumni who were
struggling with similar issues in teaching. This propelled me into other leadership roles in my
school and is, perhaps, the reason I am still teaching today. Finally gaining ownership over what
I was doing, and having the support I needed to do it well, had an impact on my teacher sense of
self-efficacy and as a result of the positive impact this had on my environment I started to see
more sustained progress from my students as well.
Problem Statement
Due to a flat career trajectory for classroom teachers, as well as alternative trajectories,
many excellent teachers leave the classroom after only a few years to seek administrative
positions (Rinke, 2008). While in teaching culture this seems like a promotion, it leaves these
individuals taking on managerial tasks rather than continuing to work with teachers and students
(Angelle and DeHart, 2011). Additionally, research indicates that teachers leave due to a lack of
support from their administrators (Bluestein, 2010). The real issue is establishing effective ways
for teachers to lead while carrying out the demanding responsibilities of being a classroom
teacher. Previous research suggests that shared or distributive leadership in schools is critical.
Teachers isolated to the classroom report feeling devalued and overwhelmed (Ingersoll &
Merrill, 2012). Keeping the best teachers in the classroom should be a priority for school districts.
Particularly in urban school districts where teacher attrition is at the highest. High poverty
schools lose over half their teaching staff every five years (Allensworth et al., 2009). Positive
conditions contribute to student achievement (Johnson, Kraft and Papay, 2012).
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Purpose and Research Questions
The purpose of this research is to examine the relationship between teachers who report
that they have meaningful, sustainable, shared leadership responsibilities that lead to selfefficacy at a large pre K- grade 8, urban, public school and how this creates the conditions for
student achievement. This study gathers data from teachers in grades preK-8 who have been
teaching between 0 – 30+ years, and completed the 2012 and 2014 TELL survey. Drawing from
my own experience with almost leaving teaching, but finding greater self-efficacy through
distributive leadership, this study examines the relationships of leadership on a teacher’s sense of
self-efficacy in the classroom and how these environmental conditions are necessary to create the
circumstances that impact student learning. A single, urban, public school in the Northeast was
chosen as it has a district wide reputation for robust distributive leadership practices (personal
notes, 2017). This school’s instructional focus is: “Teachers with the support of school leaders
will create and engage students regularly in challenging academic tasks that require deep
understanding of content and extended thinking and over time will encourage perseverance. By
modeling growth mindset, teachers and leaders will be demonstrating the very practices they
hope to foster in their students” (school website).
Additionally more than 50% of the teachers at this school completed the TELL survey in
2012 and 2014. The New Teacher Center (NTC) who publishes the survey considers this a
statistically significant population from which to draw valid results (www.newteachercenter.org).
The research question is:
What is the relationship between distributed leadership and teacher self-efficacy as reported on
the TELL survey?
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Definitions
For purposes of my study teacher leadership is described as the act of working in ways
that support a sense of ownership over the tasks a teacher is performing, which makes a
difference to the learning and motivation of students and ultimately promotes change in
organizations (Ghamrawi, 2013).
Teacher self-efficacy is described as the teacher’s judgment of his or her capability and
capacity to affect meaningful and notable educational outcomes for all their students (Stewart,
2012).
Shared leadership refers to collaborative school cultures where teachers and
administrators work together to help their students learn (Kohm and Nance, 2009).
Distributive leadership is described as incorporating the activities of several groups of
professionals in a school who work at steering and directing staff through the instructional
change process (Muijs and Harris, 2003).
Student achievement the progress made by students on an annual basis (Ladd, 2009).
TELL survey The Teaching, Empowering, Leading and Learning Massachusetts educator
survey (TELL) developed and administered in the spring of 2012 and 2014 respectively by the
New Teacher Center (NTC) provides data related to the dimensions of
effective leadership, student conduct, instructional practices, quality and availability of resources,
and teacher self efficacy.
Ecological methodology According to Bronfenbrenner (1994) ecological models include
an ever-changing collection of theory and research concerned with processes and conditions that
oversee the ongoing course of human development in the actual environments in which human
beings live.
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Factors the factors are the conditions or conditions from the TELL survey that influence
student achievement.
Conceptual Framework
Figure 1 illustrates the conceptual framework of this study. The illustration shows the
transformative leadership environment through distributive leadership, and a greater sense of
teacher self –efficacy’s relationship to the success of the students though while not easily
correlated this achievement data is instructive for decision-making.
This type of leadership can take on many forms. The authors cited throughout this
research especially Deuel, Kennedy, Nelson and Slavit, (2011) Frost (2012), Taylor, Goeke,
Klein, Onore and Geist (2011), Harrison and Killion (2007), Ghamrawi (2013), and Shillingstad,
McGlamery, Davis and Gilles (2014) list a variety of ways teachers lead from being peer
mentors, coaches, facilitators of professional development, facilitators of action research, and
more. Woods (2005), Spillane (2006), Angelle and Hart (2011) and Williams (2014) research
how being both a classroom teacher and a teacher leader can become easily overwhelming.
Shields (2010) offers that the environment must take on a transformative paradigm in order to
truly further inclusivity and be socially just. The empirical research offers a specific kind of
shared leadership known as distributive leadership that more equitably and sustainably
distributes the leadership responsibilities, ideally based on a teacher’s strength (Curtis, 2013)
across the teaching staff, supporting the transformative environment of the teacher leader. This
study presents research about teachers’ perceptions on how this leadership model supports them
to take leadership roles without lessening responsibility for their classroom teaching, so not to
overwhelm, but to empower. This study posits that this empowerment leads to a greater sense of
self-efficacy, which defined by Stewart (2012) is the judgment of the teacher’s capability and
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capacity to affect meaningful and notable educational outcomes for all their students. It is the
hypothesis of this study that this greater sense of self-efficacy creates an environmental condition
that will lead to an increase of student success (Figure 1).

Figure 1. Conceptual Framework that shows the conditions created by distributive leadership
opportunities, teacher self-efficacy cultivate positive student learning outcomes.
Assumptions, Limitations and Scope
The design of this study is limited by the type of data available and the nature of the
design’s ecological model. While use of survey data to investigate factors related to distributive
leadership and teacher self-efficacy allowed for a large sample size from a single research site,
self-reported data is not without weaknesses (Tek, 2014). For example, the participants may
respond in ways that were low risk. Their responses may reflect what they think the survey
administrator would like to be reported (Dillman, Smyth, & Christian, 2009, as cited in Tek,
2014). Within this study, the impact of risk was limited, as teachers’ perceptions of distributive
7

leadership and self-efficacy related more to the school environment than to themselves and their
personal actions. In addition, teacher self-efficacy was analyzed at the school-level, therefore the
mean of fifteen or more teachers was used to indicate distributive leadership and self-efficacy, as
opposed to one teacher’s response. The use of secondary, archival data limited my ability to
investigate all factors of the distributive leadership and self-efficacy frameworks. Using a preexisting survey and its collected data as is, did not allow for modifications or additional data
collection. However, use of the pre-existing survey may also serve as a strength of the study, as
the data tool has already been piloted, refined, and tested for validity and reliability (Tek, 2014).
The ecological design of the study uses data from two distinct points in
time: the 2011-12 and the 2013-14 school years, and explores relationship between the
environmental conditions of distributive leadership and teacher self-efficacy.
As a result, findings represent relationships between these conditions during these two school
years only. These findings cannot implicate future trends in these relationships nor are they able
to suggest causation. However, a longitudinal study, in which data could be examined over time
to identify trends, would be a much more robust indicator of the strength of the relationships of
the conditions. The use of archival data is also limited by the survey data available. Also, while
the data available allow for conclusions that are representative of one, large, urban school in the
Northeast, generalization to other schools, districts, and especially other states is limited (Tek,
2014). Finally, I include only two environmental conditions, distributive leadership and selfefficacy for the application of the ecological approach. In order to apply it in practice for
analyzing and designing distributive leadership practices in schools that increase self-efficacy,
more research and development is needed.
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Significance
Extensive empirical studies present findings that related factors matter for teachers’
decisions about staying at and leaving schools. In a meta-analysis of thirty-four studies,
researchers suggest that teaching and learning conditions influence teachers’ career paths more
than previously documented (Borman & Dowling, 2008, as cited in Tek, 2014). As such,
teachers are leaving the teaching profession each year. Teachers feel a lack of support and are
overwhelmed by the work they are charged to deliver (Owens, 2014). Distributed leadership is a
well-researched approach to minimizing these threats to the profession (Angelle & Hart, 2011;
Spillane, 2006; and Woods, 2005). However, while current research indicates that distributed
leadership is giving teachers more control and ownership over the work they do with students
(Angelle & Hart, 2011) there is little research that aligns distributive leadership theory with selfefficacy theory. In other words there may be a significant impact to the teaching profession if a
link between distributed leadership and a greater sense of teacher self-efficacy is extrapolated
through this research study. New approaches to emergent learner-directed learning design can be
strengthened with a theoretical framework that considers learning as a dynamic process.
In this study I used an ecological approach to examining teacher leadership. According to
this theory, learning takes place in a dynamically evolving learning space that is formed not only
by the individual learner, but also to a great extent by the wider community of students and
teachers. To describe the ecological model in the context of teaching and learning, I present its
underlying principles and analyze them in relation to distributive leadership and teacher selfefficacy. This approach also adds significance to the research as it is not used often in
educational studies. This research approach contributes to the knowledge base about the
transformative leadership process.
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Summary
Researchers believe teachers are leaving the classroom due to a lack of support and job
related control. Students deserve well-supported experienced teachers in order to reach their full
potential; in order to improve students’ learning there have to be well-prepared teachers in the
classrooms (Bluestein, 2010). A growing body of research shows the importance of positive
teaching conditions to student learning and teacher retention. Understanding how distributed
leadership and teacher sense of self efficacy affects the individuals in urban public schools will
help schools retain some of the best teachers. Not only does this research help educators
understand the link between creating distributive leadership opportunities for their teachers in
order to improve their sense of teacher self efficacy, it also sets schools up for success with
experienced and content teachers- an important environmental condition for students to succeed.
The following chapters discuss the literature that supports this research as well as the
methodology used to gather data.
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CHAPTER II
REVIEW OF LITERATURE
Creating meaningful and sustainable leadership opportunities for teachers is an emerging
and growing topic in educational research. Having a leadership role as a teacher increases selfefficacy, keeps the best teachers in the classroom versus pursuing administrative positions, and
impacts student learning in a positive way. These leadership roles offer a path for teachers and
are emerging as a way to bring transformative, distributive, democratic leadership to schools. In
the article “In Principle, It is Not Only the Principal!” Ghamrawi (2013) defines teacher
leadership as the act of working in ways that support a sense of ownership over the tasks a
teacher is performing, which makes a difference to the learning and motivation of students and
ultimately promotes change in organizations. Teacher leadership is connected to self-efficacy as
Stewart (2012) defines a teacher’s sense of efficacy as the judgment of a teacher’s capability and
capacity to affect meaningful and notable educational outcomes for all their students. Selfefficacy which was largely studied during the late 20 th century and into the early years of this
century is still a puzzle to many researchers. Educational researchers continue to show an interest
in the construct of teacher self-efficacy or “the extent to which teachers believe they can affect
student learning” (Dembo and Gibson, 1985, p. 173). Teacher self-efficacy refers to one’s beliefs
rather than observable behaviors (Colardaci, 1992).
According to Shields (2010) leadership must be transformative in order to support an
inclusive and socially just environment for learning, leading to another important facet of teacher
leadership is that teachers benefit from the support of each other. This is particularly important
while working through all of the state and federal expectations of educators. Another aspect of
how teachers might achieve a leadership position in a transformative way is to view teacher
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leadership through a distributed leadership lens as advocated for by Angelle and DeHart (2011),
Cook (2014), and Woods (2014). “A distributed perspective on leadership acknowledges the
work of all individuals who contribute to leadership practice, whether or not they are formally
designated or defined as leaders” (Harris & Spillane, 2008, p. 31). This research defines
distributed leadership as both formal and informal teacher leadership within a school setting that
may play a key role in the perceived self-efficacy of teachers and ultimately the success of
students. The findings of the research fit into three distinct, yet related categories that lead to
transformative success: The ways teachers can become leaders or are already leaders in their
schools, the sense of efficacy that leadership opportunities provide, and how these opportunities
can be sustained in schools through teacher led inquiry groups.
Teacher Leadership
As schools move to a more distributive style of leadership (Angelle and DeHart, 2011;
Cook, 2014; and Woods, 2014) there are more opportunities for teachers to take on leadership
roles. Some of these roles are administrative in nature, such as department heads and content
coaches, while others focus on teaching and learning, such as leading professional development
or conducting collaborative action research. Collay (2011), suggests a framework for
implementing teacher leadership for classroom teachers. “I position the classroom as the nucleus
of leadership in schools. Instructional design, implementation, and assessment practices emanate
from the essential core” (p. 75). Collay posits that teachers (and principals) can lead through
collaborative initiatives, inquiry-based structures, and transformational practices throughout the
institution.
Teacher Leadership Retains Teachers
Taylor, Yates, Meyer and Kinsella (2010) researched how the retention of teacher leaders
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in the classroom provides a greater benefit to schools and to students. A coaching model can take
on and support many areas of expertise. For example there may be a data coach, literacy coach,
instructional coach, or a content coach. A study by Scott, Cortina, and Carlisle (2012) focused on
the implementation of reading strategies with the support of literacy coaches and suggested that
“it is not who the coaches are, but what they do, that contributes to the teachers’ satisfaction” (p.
82). Muijs and Harris (2006) state that teacher leadership is a vital component of the school
improvement process and that it ultimately has influence on student achievement and success.
Teacher leadership has many benefits as it “empowered teachers and was seen as a key
motivating factor that ultimately improved their performance” (p. 966). Muijs and Harris go
further to suggest that it promoted self-efficacy, ownership, creativity, new initiatives, practice
sharing and involvement in school activities. Ghamrawi (2013) suggested that when teachers act
as leaders, they are more likely to work in ways that support a feeling of ownership over their
tasks, resulting in an enhanced sense of learning and motivation from their students leading to
more positive outcomes in student learning. Helterbran (2010) asserted that teachers who viewed
themselves as leaders could improvise teaching and learning practices, manage their classrooms
well, and work toward overall school improvement regardless of whether they are in an informal
or formal leadership role. Helterbran posited that this is important work for pre service teachers
because leading in the profession can bring the excitement essential for moving teaching to a
career of passive routine to a stimulating experience.
Teacher Leadership’s Many Ways
There are many ways a teacher can be a leader in their school. It is important, as Angelle
and DeHart (2011) and Taylor et al. (2010) suggest that the leading done by teachers should stay
focused on learning and not on managerial tasks. The wide array of teacher leadership
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opportunities reflect the strengths of teachers. In other words, in teacher leadership there is
something for everyone.
Harrison and Killion (2007), Ghamrawi (2013), and Shillingstad, McGlamery, Davis and
Gilles (2014) listed very specific ways teachers can lead. They include student counselor,
community liaison, cultural developer, dexterous communicator, policy advocate, resource
provider, instructional specialist, curriculum specialist, classroom supporter, learning facilitator,
mentor, school leader, data coach, and catalyst for change. Harrison and Killion (2007) added
that teachers should find roles that best fit with their interests and strengths. Danielson (2006)
wrote that exemplary teachers see a need, take initiative when they see an opportunity, rally
colleagues, and share expertise. Whatever role teachers choose, “teacher leaders shape the
culture of their schools, improve student learning, and influence practice among their peers”
(p. 77).
Teacher Leaders Support Teachers
Good leaders are engaged learners. Bond and Hargraves (2014) support peer mentoring,
which includes allowing peers into observe lessons and leading professional development for
colleagues as a leadership best practice. Katzenmeyer and Moller (2009) suggested that teacher
leaders are those who work with peers to foster professional learning. Similarly, Deuel, Kennedy,
Nelson and Slavit (2011) and Frost (2012) suggested that teachers engage in collaborative
inquiry groups, collaborative coaching and learning cycles, and teacher led professional
development through inquiry and action research. Taylor, Goeke, Klein, Onore and Geist (2011)
also support opportunities for teacher leadership, asserting that teacher leaders move colleagues
to improve practice and that action research cycles allow teachers to see and control the changes
they are making to their instruction.
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Teacher Leaders Are Collaborators
Reeves (2008) wrote that teacher leaders do three things well – they reflect, act and share.
Typically, the reflection happens in collaborative groups. They act by agreeing to allow peers
into observe them. They share by leading professional development, or writing about their
accomplishments.
In schools there are many ways teachers can lead. However, without release time or
adequate compensation additional responsibilities can quickly lead to burn out and many of these
leadership roles can seem overwhelming and distracting (Phelps, 2008). Furthermore,
establishing a school culture that supports teacher leadership is essential (Wells, 2012).
Shared Teacher Leadership
Although teachers carry the responsibility of implementing a school’s vision, they are
often overlooked as contributors to leadership roles. Cook’s (2014) research suggested the need
to identify and make use of formal and informal leaders within the school organization. He
encouraged teachers and other staff members to take on leadership roles and responsibilities,
either individually or collectively. Cook suggested seven specific tenets of sustainable
leadership:
1) sustainable leadership creates and preserves sustaining learning; 2) sustainable
leadership secures success over time; 3) sustainable leadership sustains the
leadership of others; 4) sustainable leadership addresses issues of social justice; 5)
sustainable leadership develops rather than deplete human and material resources;
6) sustainable leadership develops environmental diversity and capacity; and 7)
sustainable leadership undertakes activist engagement with the environment.
(Cook, 2014, p. 3)
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Shared Leadership Is Collaborative
Similarly, Katzenmeyer and Moller (2009) asserted that by promoting teacher leadership,
school leaders will see better outcomes for their students. They offered suggestions for how
teachers can find opportunities to lead, how teachers can build relationships with principals, how
teacher leaders can work with their peers and how they can best foster their own professional
learning. In their research, they not only explained ways teachers could lead but also offered
ideas for making these opportunities work and fit within the school culture. Kohm and Nance
(2009) also supported collaborative school cultures where teachers and administrators worked
together to help their students learn. Teachers took part in planning programs and were provided
with opportunities to observe each other and discuss their ideas. Principals can “foster a school
environment that leads to collaboration and teacher leadership by sharing responsibility with
teachers as often as possible and by helping them develop skills that foster collaborative problem
solving” (p. 68). “Teachers will live up to their potential as leaders only when the school
environment supports their efforts” (Lattimer, 2007, p. 70). However, Woods (2005) warned
that given the current hierarchical nature of schools and the control-oriented positioning of the
decision makers, it is suggested that democratic or distributive leadership in education was a way
to encourage the diversity of views. Distributive leadership fosters teacher leadership and
professional learning in schools, and encourages teachers to grow and learn as professional
individuals as well as to hone their leadership skills.
Shared Leadership Is Distributive
Distributive leadership is popular current theory that offers resolutions to the sometimes
overwhelming leadership demands on today’s schools. The research implies that distributive
leadership within a school can facilitate changes in teachers’ schema and pedagogy. This type of
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leadership can positively impact student achievement (Harris & Spillane, 2008; Muijs & Harris,
2006). Muijs and Harris (2003) described distributed leadership by writing that it incorporates
the activities of several groups of professionals in a school who work at steering and directing
staff through the instructional change process. It incorporates an alternate distribution of
leadership where the leadership work is stretched over a number of individuals and where the
leadership task is accomplished through the collaboration of many leaders. And it incorporates
interdependency rather than dependency, as well as embraces how leaders of various kinds and
in various roles share responsibility.
Distributive leadership offers transformative outcomes. Donaldson (2007), Harris &
Spillane (2008), Lattimer (2007), Muijs & Harris (2006), and Timperley (2005) suggest that
distributed leadership can have a transformative influence on the overall culture in an
organization, creating a constructive and motivating professional climate for both teachers and
students. Vernon-Dotson & Floyd (2012) posited that teachers are the most valuable resource
when staff are deciding what is best practice for students, teaching, and learning. Teachers are
the closest to the problems faced by schools and therefore are experts on school issues.
This indicates that opportunities of a distributive nature have built a stronger school
culture and have been sustainable and transformative for both the teachers and the organization,
leading to a greater level of success for the students in the school. Curtis (2013) supported the
idea of recognizing strong teachers and creating leadership positions for them where they could
continue to teach their own students but have some release time for collaboration and mentorship.
Curtis supported distributed leadership in schools and a reconceptualization of the positions of
teachers and how instruction is carried out. She worried that public education in the U.S. is an
inflexible bureaucratic institution where change is often resisted. She suggested creating the
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space and culture for innovation while pursuing incremental systemic change could move
teachers into more leader-oriented roles. Teachers need to feel comfortable owning both the
problems and the solutions, leading to better student learning outcomes. She wrote that school
systems need to establish a culture that supports leaders to recruit and retain top teaching talent,
thus leading to increased student achievement. A major facet of distributed leadership is that it
helps to promote positive change within a school (Reeves, 2008).
Distributed leadership calls for the decision-making power to be taken from the
administrators and spread among the staff. Because this model encourages teachers to develop
aptitude in their work, fosters collaboration, and creates partnerships teachers are motivated as
leaders to affect school reform initiatives (Van Horn, 2006; Vernon-Dotson, Belcastro, Crivelli,
Lesako, Rodrigues, Shoats, & Trainor, 2009). Waters, Marzano, & McNulty (2004) concluded
that consistent, effectual school leadership is a key influence on student achievement. School
leadership must be shared among the staff, namely teachers.
Promoting Self-Efficacy Through Shared Leadership
The following authors provide similar views on leadership and self efficacy. Angelle and
DeHart (2011) found that collaboration through distributed leadership had the most influence on
successful change. They suggested that the responsibilities of teacher leaders should always have
a focus on learning rather than on the management of the school, which would still be the
responsibility of the administrator. Dauksas and White (2010) suggested that shared leadership
can promote teacher retention by providing input regarding student learning, a key factor
influencing teacher retention. Teachers in their study felt a greater sense of satisfaction when
they were viewed as experts about the teaching and learning of their students.
Protheroe (2008) wrote that is “is not enough to hire and retain the brightest teachers.
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They must also believe they can successfully meet the challenge of the task at hand” (p. 4).
Protheroe notes that it is the teachers who believe they can help their students reach today’s high
standards that are most likely to succeed. Protheroe then addressed specific ways principals can
support a growing sense of self-efficacy among his/her teachers. She suggested principals engage
teachers in the decision making process and promote risk taking and cooperation as part of the
teaching experience. She wrote that teachers, along with the administrators, should ultimately
create a shared vision focused on student-centered outcomes in order to improve efficacy and
learning outcomes.
Elevating The Position Of Teacher
Researchers have sought to learn how elevating the leadership of teachers can lead to a
greater sense of morale, ownership, and efficacy in their career. It is a concern of many great
teachers that their career lacks a trajectory; therefore, they seek leadership roles outside of the
classroom or they leave teaching for something more professionally satisfying (Stewart, 2012).
In his research Stewart (2012) quoted the statistics of the high attrition rates among teachers,
especially during the first few years of teaching. The data suggested that after just five years,
between 40 and 50 percent of all beginning teachers leave the profession. Stewart largely
attributed this to a low sense of efficacy which he defined as a teacher’s perception of his or her
competence to produce favorable educational outcomes for his/her students. Stewart found that
through cycles of action research, teachers are able to see themselves as agents of change,
improving their sense of self worth, and leading to a greater sense of teacher efficacy.
Self-efficacy And Improved Teacher Morale
Taylor, et al. (2011) touted Teacher Leadership as a specific type of leadership that
moves other colleagues to improve their practice. They suggest that, due to the trust and respect
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colleagues usually have for each other, staff are usually unified in a way that fosters
collaboration more than the alignment of the administration and its teachers. One of the findings
from their study was that action research cycles allowed teachers to see and control the changes
they are making to their instruction. They developed a sense of agency that they could affect
change not only at their classroom level but outside their classroom and throughout their school
districts. Reeves (2006) encouraged teachers to investigate more and share their expertise with
one another. He recommended that each institution look within to find those that have the
solutions or ideas for the problems needing to be solved. When a teacher uses their expertise to
help others, they are acting as a role model for colleagues.
The Critical Factor Of Teacher Leadership
Teacher leadership can be a critical factor during the transformation of instructional
practices. Woods (2005) noted positive outcomes of democratic leadership such as the boost in
morale experienced when teachers participated in the decision making and contributed his/her
point of view. Woods wrote that a teacher felt empowered and confident as an organizational
member with increased self-esteem with the capacity to think for him/herself. Additionally this
created a sense of belonging for teachers when the organizational environment was conducive to
shared connectedness. Curtis (2013) noted the lack of career trajectory for classroom teachers,
writing that almost all teachers regardless of skill or experience have essentially the same job and
are treated the same. She posited that when the job was seen as low status and when good
performance was not recognized, the opportunities for leveraging good teaching were limited.
While this may be a factor for some, other researchers suggest a solution. Stewart (2012),
Helterbran (2010) and Taylor et al. (2011) describe teachers feeling a boost in morale after
participating in action research with their colleagues. Collaboration and shared decision making
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was an overall theme for increasing teacher self-efficacy and retaining good teachers in the
profession in order in improve student achievement.
Self-Efficacy and Student Achievement
Researchers have investigated the relationship of job satisfaction strongly connecting to
teacher motivation and commitment (Blasé, Derrick, & Stratham, 1986; Dinham, 1995; Dinham
& Scott, 2000). Moreover, the research Dinham and Scott (2000) researched job satisfaction
from the lens of intrinsic versus extrinsic factors. Intrinsic factors were characterized as rewards
inherent to teaching (Dinham, 1992), such as student achievement, teacher achievement, and
students’ displaying more positive attitudes and behaviors about learning. Alternately, factors
such as political pressures on the school in the form of federal and state level school
improvement initiatives and the national perspective on public education became external factors
affecting job satisfaction.
Dinham and Scott (1998) pursued the development a model of teacher and
school executive career satisfaction based on the responses of 892 school staff to a
survey on teacher job satisfaction and dissatisfaction in Sydney, Australia. Based on a
confirmatory factor analysis (CFA) of seventy-five satisfaction/dissatisfaction survey
items, the researchers identified eight factors that could be categorized as intrinsic or
extrinsic: (1) school leadership, climate, and decision making; (2) merit promotion
and local hiring; (3) school infrastructure; (4) school reputation; (5) status and image
of teachers; (6) student achievement; (7) workload and the impact of change; and (8)
professional self-growth (Tek, 2014).
Sustaining Teacher Leadership For Transformative Success
Educational organizations should employ sustainable practices that allow practitioners
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to teach their students while instituting methods that “stretch” expertise across a group of people
rather than relying on the talents and decision making of a single person (Spillane, 2006;
Williams, 2014). Angelle and Hart (2011) support distributed leadership, as the collaboration
inherent in distributing leadership duties brings more success to the school as an institution as
well as increased outcomes for students. Woods (2005) writes about the how the feeling of
ownership a teacher experiences when they have participated in the decision making process
makes the teacher more likely to follow through with the decision that was made, resulting in
better outcomes for students. When teachers engage in inquiry based learning they are better able
to facilitate outcomes for their students as they are studying a real life problem in their
classrooms and making decisions on how to best move the learning forward (Gallimore,
Emerling, Saunders & Goldenberg, 2009). Teacher inquiry requires the teacher to become the
learner, creating an on-going transformative practice for teachers (Riley, 2012).
Teaching and Learning Conditions and Student Learning
Research completed by Ladd (2009) indicates that teaching and learning conditions
predict student achievement in mathematics, and also in English language arts, though to a lesser
degree. Research by Johnson, Kraft and Papay (2011) indicates that positive conditions are
related to improved student achievement. Each of these studies use the TELL survey data from
certain states to consider the influence of teaching and learning conditions on student learning.
Kraft and Papay also use student-teacher related indicators and school based teaching conditions
gauged by the TELL survey to find that educators who work in more accommodating settings are
better at increasing student achievement on standardized assessments than do educators who
work in less encouraging settings. Ferguson and Hirsch (2014) highlight their research from the
Bill & Melinda Gates Foundation’s Measures of Effective Teaching Project and offer additional
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connections between teaching conditions and student achievement. Specifically, their research
found that four essential indicators in the NTC’s TELL survey — student conduct management,
demands on time, professional autonomy and professional development — are notable predictors
of student learning gains (NTC, 2014).
Ecological Methodology
According to Bronfenbrenner (1994), ecological models include an ever-changing
collection of theory and research concerned with processes and conditions that oversee the
ongoing course of human development in the actual environments in which human beings live. A
study as early as 1870 that researched the effects of neighborhood on the development of
children used an ecological methodology to demonstrate that the environment affects those living
within it (Schwabe & Bartholomail, 1870, as cited in Brofenbrenner, 1994). Normak, Pata and
Kaipainen (2011) summarized the principles of an ecological methodology for supporting selfdirected learning. According to this approach, learners and facilitators participate together in the
construction of a learning environment, adjusting to it and contributing to the evolution of
learning. They can simultaneously use factors developed from the learning environment and
observe how one affects the other. Normak, Pata and Kaipainen consider all the “actors” in the
environment the species and the learners the specimen. Normak, Pata and Kaipainen posit that
the specimen’s interaction with the immediate environment is based on the idea of “affordance”,
which can be explained as an “action” dynamically emerging in the environment. This concept
has had a significant impact on the approaches to student learning in this study. Normak, Pata
and Kaipainen (2011) refer to an affordance-based model of learning. Using affordances makes
the selection of leadership design leading to self-efficacy ecological, since affordances depend
on the learners’ perception and action, as well as on the existing possibilities in the learning
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environment. The distributive leadership opportunities and teacher sense of efficacy influence
the conditions in which children learn, thus will serve as the theoretical framework for the
research.
Summary
Research conducted on school success efforts over the past 75 years identifies factors
that caused some schools to be more effective than others (Dinham, 2007). One of these key
factors was strong leadership. Leadership roles were originally referred to as those held by
administrators, but has since included other forms of shared leadership, most notably among
teachers.
There is ample research on how leadership roles for teachers have increased teachers’
sense of efficacy and, in essence, brought a sense of professionalism to a career that seems to
lack trajectory. Angelle and DeHart (2011), Cook (2014) and Woods (2005) all suggested
democratic and distributive leadership opportunities as those that are most sustainable, lead to
the greatest amount of career retention, and further student success.
On the contrary, Reeves (2008) wrote about the difficulty of promoting cooperative
models in an education system so historically competitive. He wrote about teaching being one of
the loneliest jobs in the world because teachers rarely work together. In his research, he found
that schools as institutions are not typically characterized by cooperative activity, yet research by
Kohm and Nance (2009) show how successful schools that employed a cooperative approach to
leadership could be.
The research strongly suggests that teachers are most satisfied in their profession when
they cooperate and work with others. Additionally, studies show that schools that create a culture
of distributive leadership and engage teachers in action research and inquiry groups produce
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higher achieving students (Angelle and DeHart, 2011). Overall research that supports how
schools in the United States are doing this is lacking. Studies that researched specific teaching
models for leadership, such as Frost (2012), Ghamrawi (2013), and Taylor et al. (2010), did so in
educational systems outside of the U.S. This is somewhat frustrating as competition in U.S.
schools seems much more prevalent than cooperation. Donaldson (2007) posits that regardless of
if we call it distributed leadership, collaborative leadership, or shared leadership, the ideal plan
fosters every adult in the school to be a leader. Administrators, formal leaders, and informal
leaders all contribute to the leadership combination. They hold the power to improve student
learning in the hands the collaboration they offer each other.
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CHAPTER III
METHODOLOGY
The method for data collection and analysis is ecological methodology. According to
Bronfenbrenner (1994) ecological models include an ever-changing collection of theory and
research concerned with processes and conditions that oversee the ongoing course of human
development in the actual environments in which human beings live. In the case of this study the
distributive leadership opportunities and their influence on teacher sense of self-efficacy create
the environmental conditions in which students can achieve academic success though while not
easily correlated this achievement data is instructive for decision-making.
My belief is that student learning as developing and dynamic can be a metaphor to
ecology in nature. For example, how an individual specimen adapts itself to the nuances of its
species in the natural world (Normak, Pata and Kaipainen, 2011). In the framework of this study,
the group of students characterize the specimen, while the community of teachers and their
students characterize the species. In this study I use the ideas from ecology for describing the
connections of distributive leadership, teacher self-efficacy and student learning through their
relationships. Normak, Pata and Kaipainen posit that the specimen’s interaction with the
immediate environment is based on the idea of “affordance”, which can be explained as an
“action” dynamically emerging in the environment. This concept has had a significant impact on
the approaches to learning in this study. Normak, Pata and Kaipainen refer to an affordancebased model of learning. Using affordances makes the selection of leadership design leading to
self-efficacy ecological, since affordances depend on the learners’ perception and action, as well
as on the existing possibilities in the learning environment. The distributive leadership
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opportunities and teacher sense of efficacy influence the conditions in which children learn, thus
will serve as the independent conditions for the research. Data was collected from two sources.
Results from the Teaching, Empowering, Leading and Learning Survey (TELL) from 2012 and
2014 determined the distributive leadership opportunities available to teachers in the research
settings as well as the overall sense of self-efficacy of those teachers in each of the respective
years. Using my literature review to create categories, factors from the 182 item survey
(Appendix A) were coded so that only those that fit under the umbrella of distributive leadership
and teacher self-efficacy were considered in this study (Figure 2).

Figure 2. Conditions influencing student achievement.
Setting
The setting is a large, urban public school in the Northeast. The school is located off of a
busy highway in the outskirts of the district. In 2011-2012 there were 918 students in grade pre
K- grade 8. In 2013-2014 those numbers were similar at 889 students. The school’s
demographics are quite diverse. In 2011-2012 27% of the students were White, 24% were
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African American, 25% were Asian, and 19.6% were Latino. 62.1% qualified for free or reduced
lunch. In 2013-2014 26% of the students were White, 20% were African American, 34% were
Asian, and 16% were Latino. 66.2% qualified for free or reduced lunch
(www.profiles.doe.mass.edu).
Instructional focus
This school’s instructional focus is: “Teachers with the support of school leaders will
create and engage students regularly in challenging academic tasks that require deep
understanding of content and extended thinking and over time will encourage perseverance. By
modeling a growth mindset, teachers and leaders will be demonstrating the very practices they
hope to foster in their students” (school website).
Leadership Structure
Waters, Marzano, and McNulty (2004) concluded that sustained, effective school
leadership has a significant impact on student achievement. Likewise, at the research site
teachers have always been strongly encouraged to join a leadership team, as is the norm across
the entire district. The leadership teams act almost like an advisory board to the administrative
team who ultimately has the decision making power. According to Frost (2012), this structure is
a form of distributive leadership though the actual decisions are still made by the school’s
administrative leaders (Figure 3).
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Figure 3. District Leadership Team Structures 2011-2012/2013-2014.
Participants/Sample
The participants in this study include the 37 teachers from a single school site who
completed the TELL survey in 2012 and the 32 teachers from the same school site who
completed the Tell survey in 2014.
Stakeholders include teachers and administrators at the school district. As the setting is
one of 30 schools in the assignment zone, the outcomes of this study may be relevant to those
schools as well. Other parties who may be interested in the findings of this study include: teacher
preparation programs at local universities, Local Teachers Union, Local School Committee and
other special interest groups with a stake in the fate of public education.
Data
The TELL Mass survey results from 2012 and 2014 were used to define
and measure the relationship between distributive leadership and teacher self-efficacy. The
following data sources inform this study.
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Teaching, Empowering, Leading and Learning Survey (TELL)
The TELL survey results were used to define and measure the relationship between
distributive leadership and teacher self-efficacy.
The Teaching, Empowering, Leading and Learning educator survey (TELL) administered
in the spring of 2012 and 2014 by the New Teacher Center (NTC) provided data related to the
conditions of effective leadership, student behavior, instructional practices, availability of
resources, and teacher job satisfaction.
The State Department of Elementary and Secondary Education’s (SA ESE) online School
Profiles
The State Department of Elementary and Secondary Education’s (SA ESE) online School
Profiles database provided data related to school characteristics (size and location), school
context (percentage of highly qualified teachers and student/teacher ratio), students’
demographic and socioeconomic data, and the percentage of students receiving special services
such as free and reduced lunch.
Analysis
Proximal Processes
Forms of interaction in the immediate environment are referred to as proximal processes
(Bronfenbrenner, 1994). Example of proximal process are typically found in parent-child, childchild, and in this case teacher-student activities such as reading, learning new skills, studying, or
performing complex tasks. The form, power, content and direction of proximal process effecting
development vary in the process-person-content model. The impact of the relationship between
distributive leadership and self-efficacy on student achievement can be viewed as a joint function
of leadership, self-efficacy and student achievement. The proximal process, in this case,
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distributive leadership and teacher self-efficacy create the conditions that emerge as a predictor
of student achievement (Bronfenbrenner, 1994).
Microsystem Model
According to Brofenbrenner (1994) ecological models are made up of a system of nested
structures including the microsystem, the exosystem and the macrosystem. In this ecological
model I looked at only one microsystem. It is within the immediate environment of the
microsystem that proximal process can operate to produce and sustain student learning. However,
in order to do so the process power depends on the content and structure of the microsystem
which will be explained in the analysis. While the exosystem and macrosystem are informally
mentioned these systems will not be explored in depth in this paper as they include many other
conditions that influence student learning that were not a part of this study, but perhaps warrant
further research in a follow up study. In a 1994 study Brofenbrenner includes another layer, the
mesosystem, which was not considered in this study.
Conditions
The independent conditions considered for this study are distributive leadership and
teacher self-efficacy.
Distributive leadership is described as incorporating the activities of several groups of
professionals in a school who work at steering and directing staff through the instructional
change process (Muijs and Harris, 2003).
Teacher self-efficacy is described as the teacher’s judgment of his or her capability and capacity
to affect meaningful and notable educational outcomes for all their students (Stewart, 2012).
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Analytic Methods
Using the ecological model in the microsystem all 182 survey items were considered to
measure the effective of the environmental conditions related to distributive leadership and
teacher self efficacy. At this point a qualitative analysis of the items using a coding procedure
were utilized. Qualitative analysis involves content analysis that recognizes similarities and
differences in the data. Content analysis involves coding and classifying or categorizing and
indexing (Creswell, 2014). The goal of qualitative analysis is to make sense of the data collected
and to highlight the important themes, and/or findings. Those items that relate to distributive
leadership were highlighted and included in the analysis. Drawing on research from the literature
review, the very specific ways teachers can lead were considered relevant and highlighted in the
survey. They included opportunities to lead in such roles as community liaison, cultural
developer, dexterous communicator, policy advocate, resource provider, instructional specialist,
curriculum specialist, classroom supporter, learning facilitator, mentor, data coach, and catalyst
for change and more. Similarly, factors related to teacher self-efficacy were highlighted. Dinham
and Scott (1998) identified eight factors that could be categorized as promoting self efficacy: (1)
school leadership, climate, and decision making; (2) merit promotion and local hiring; (3) school
infrastructure; (4) school reputation; (5) status and image of teachers; (6) student achievement;
(7) workload and the impact of change; and (8) professional self-growth (Tek, 2014). The
teachers who believe they can help their students reach today’s high standards are most likely to
succeed.
Once these factors were determined, a more quantitative methodology of finding
averages was implemented. The average percentiles of all teachers responding to the statements
with “agree” or “strongly agree” were averaged to create one overall mean for the condition.

32

This was done for both the 2011-2012 and 2013-2014 school year using the formula for finding
population mean: μ = (Σ * X)/ N
Validity and Reliability
According to the New Teachers Center’s Validity and Reliability Research Brief (2014)
the survey’s content validity is based on a 2001 literature review of teacher working conditions
and evidence of the ways in which these conditions contributed to teacher unhappiness, mobility,
and attrition. According to Tek (2014) the New Teacher Center also analyzed data from working
conditions related items on the National Center for Education Statistics’ School and Staffing
Survey (SASS). Over time, the survey has been revised and refined based on results and
feedback. In terms of construct validity, the American Institute for Research (AIR) conducted an
exploratory factor analysis of the survey data from 400,000 educators. The exploratory factor
analysis revealed 11 factors, explaining 64% of the variance. Using confirmatory factor analysis,
AIR found that the survey’s eight constructs presented above explained 51% of the variance
(NTC, 2014). Lastly, the New Teacher Center has tested the reliability of the constructs using the
TELL for this research site’s state data specifically. Cronbach’s alphas were calculated for each
of the eight constructs (Tek, 2014). Results from the calculations revealed that the constructs are
reliable within the TELL Mass data, as all eight constructs had alphas above 0.789 (NTC, 2014).
Limitations
The design of this study is limited by the type of data available and the nature of the
design’s ecological model. While use of survey data to investigate factors related to distributive
leadership and teacher self-efficacy allowed for a large sample size from a single research site,
self-reported data is not without weaknesses (Tek, 2014). For example, the participants may
respond in ways that were low risk. Their responses may reflect what they think the survey
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administrator would like to be reported (Dillman, Smyth, & Christian, 2009, as cited in Tek,
2014). Within this study, the impact of risk was limited, as teachers’ perceptions of distributive
leadership and self-efficacy related more to the school environment than to themselves and their
personal actions. In addition, teacher self-efficacy was analyzed at the school level, therefore the
mean of twenty or more teachers was used to indicate distributive leadership and self-efficacy, as
opposed to one teacher’s response. The use of secondary, archival data limited my ability to
investigate all factors and dimensions of the distributive leadership and self-efficacy frameworks.
Using a pre-existing survey and its collected data as is, did not allow for modifications or
additional data collection. However, use of the pre-existing survey may also serve as a strength
of the study, as the data tool has already been piloted, refined, and tested for validity and
reliability (Tek, 2014).
The ecological design of the study used data from two distinct points in
time: the 2011-12 and the 2013-14 school years, and explored relationships between the
environmental conditions of distributive leadership and self efficacy. As a result, findings only
represent relationships between these conditions during these two school years. These findings
will not able to implicate future trends in these relationships nor will they able to suggest
causation. However, a longitudinal study, in which data could be examined over time to identify
trends, would be a much more robust indicator of the strength of the relationships of the
conditions. The use of archival data was also limited by the survey and student achievement data
available. Student achievement data were reported at the school-level, not the individual studentlevel, and therefore could not be connected to individual teachers. Furthermore, due to the
anonymity of teacher survey responses, even if individual student achievement data were
available, it would have been impossible to link the students to their specific teachers. Also,
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while the data available allow for conclusions that are representative of one, large, urban school
in the Northeast, generalization to other schools, districts, and especially other states is limited
(Tek, 2014). Finally, I include only two environmental conditions, distributive leadership and
self-efficacy for the application of the ecological approach. In order to apply it in practice for
analyzing and designing distributive leadership practices in schools that increase self-efficacy,
more research and development is needed.
Summary
In order to research the relationship between distributive leadership and teacher selfefficacy in a single, large, urban prek-8 school in the Northeast, an ecological model was used.
First, the 182 items on the TELL survey were coded for which ones best indicate a presence of
distributive leadership, teacher self-efficacy and both distributive leadership and teacher selfefficacy. I determined what percentage of the respondents “agree” or “strongly agree” with the
coded items. These were averaged into total overall score for each factor. These averages scores
were compared with the averages the New Teacher Center found to be low, average or high in
schools.
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CHAPTER IV
RESULTS
Chapter four presents the research analysis and findings along with the procedure for
analysis and criteria for measurement. Using a coding process, similar to Tesch’s eight steps for
coding (Creswell, 2014) items from the survey were extrapolated that met criteria for learning
environment conditions of distributive leadership and teacher self-efficacy. Using the New
Teacher Center’s criteria for high, average and low percentages an overall percentage mean for
each element was calculated. The results are explained through the ecological lens of the
microsystem, while both the exosystem and macrosystem are considered for reflection
(Bronfenbrenner, 1994). With background in what are known as “systems” or “ecological”
theories, this emerging pedagogical methodology asserts that “knowledge” can never be separate
from the dynamic complexities involved in learning (Borgo, 2007). An analysis of variance
(ANOVA) was conducted between the school level data and district level data. Chapter four
concludes with a summary of the findings.
Distributive Leadership
The first part of this study investigates to what extent the school environment was
influenced by distributive leadership as reported on the TELL survey. A confirmatory factor
analysis on the Teaching, Empowering, Leading and Learning survey (TELL) extrapolates the
items from the survey that measure the extent of distributive leadership practices in the school
setting. The literature review was used to identify key characteristics of distributive leadership.
From this empirical research headings were identified. These headings served as codes under
which the survey items could be categorized. They were collaborate, expert, trust, decision
making, leadership, participate, problem solving, effective, influence, sharing, respect, comfort,
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support, high standards, meeting needs, professional development, professional learning
communities, success, autonomy, independence, commitment, reflection. Using manual coding
whenever these headings or a synonym appeared in the survey, those items were categorized as
measuring distributive leadership. I conducted this analysis in three cycles to ensure items were
not missed and also so items that used tricky language or were in doubt were not included
(Saldana, 2013). As a result 31 items were found to meet this criteria. Figure 4 shows the coding
and analysis process:

Figure 4. Coding Process (Saldana, 2013, as cited in Adu, 2013).
Table 1 shows five examples of the 31 survey items that the researcher determined measure
distributive leadership. A full table can be found in Appendix B.
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Table 1
Five examples of survey items that determine distributive leadership
Distributive Leadership
Teachers have time available to collaborate with colleagues.
The non-instructional time provided for teachers in my school is sufficient.
Teachers are recognized as educational experts.
Teachers are trusted to make sound professional decisions about instruction.
Teachers are relied upon to make decisions about educational issues.

The average percentage of teachers who answered “agree” or “strongly agree” on these items
were calculated.
Teacher Self-Efficacy
The second part of this study investigates to what extent the school environment was
influenced by teacher self-efficacy using confirmatory factor analysis on the TELL survey and
extrapolates the items from the survey that measure the extent of teacher self-efficacy in the
school setting. The literature review was used to identify key characteristics of teacher selfefficacy. From this empirical research headings were identified. These headings served as codes
under which the survey items could be categorized. They were meeting needs, essential,
productive, support, contribute to success, safe environment, expert/expertise, trust, encourage,
participate, effective, influence, problem solvers, success, professional, accomplishments,
reflection, autonomy, committed. Using manual coding whenever these headings or a synonym
appeared in the survey, those items were categorized as measuring teacher self-efficacy. I
conducted this analysis in three cycles to ensure items were not missed and so items that used
confusing language or were in doubt were not included (Saldana, 2013). Table 2 shows five
examples of the 24 survey items that measure teacher self-efficacy. The full table can be seen in
Appendix C.
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Table 2
Five examples of survey items that determine teacher self-efficacy
Teacher Self Efficacy
Class sizes are reasonable such that teachers have the time available to meet the needs of
all students.
Teachers are allowed to focus on educating students with minimal interruptions
Teachers have sufficient instructional time to meet the needs of all students.
Teachers are protected from duties that interfere with their essential role of educating
students.
Teachers have sufficient access to a broad range of professional support personnel.
The average percentage of teachers who answered “agree” or “strongly agree” on these items
were calculated.
Distributive Leadership’s Relationship to Teacher Self-Efficacy
There were thirty-one items that indicated strong distributive leadership and twenty-four
items that indicate strong teacher self-efficacy as reported by the TELL survey. Twelve items
showed both strong distributive leadership and teacher self-efficacy. Table 3 shows these twelve
items.
Table 3
Survey items that determine distributive leadership and teacher self-efficacy
Distributive Leadership and Teacher Self-Efficacy
Teachers are recognized as educational experts.
Teachers are trusted to make sound professional decisions about instruction.
In this school we take steps to solve problems.
Teachers are effective leaders in this school.
Teachers have an appropriate level of influence on decision making in this school.
There is an atmosphere of trust and mutual respect in this school.
Teachers feel comfortable raising issues and concerns that are important to them.
The school leadership consistently supports teachers.
The faculty are recognized for accomplishments.
Teachers are assigned classes that maximize their likelihood of success with students.
Teachers have autonomy to make decisions about instructional delivery (i.e. pacing,
materials and pedagogy).
Overall, my school is a good place to work and learn.
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The percentage mean for those items that measure teachers agreeing and strongly agreeing with
indicators that measure both distributive leadership and teacher self-efficacy in 2012 was 88.6%.
The percentage mean for those items that measure teachers agreeing and strongly agreeing with
indicators that measure both distributive leadership and teacher self-efficacy in 2014 was 78.5%.
This rate falls into the high range for these conditions being present at this school. The New
Teacher Center research states that items where teachers agree and strongly agree averages to
75% or higher indicates a high incidence of these items in a school (Appendix F). Helterbran
(2010) asserts that teachers who viewed themselves as leaders could improvise teaching and
learning practices, manage their classrooms well, and work toward overall school improvement
regardless of an informal or formal leadership role. This indicates that opportunities of a
distributive nature have built a stronger school culture and have been sustainable and
transformative for both the teachers and the organization, leading to a greater level of success for
the students in the school. The strongest items were those that led to collaboration and
collegiality among the staff. While overall there was a 10 % dip in the ratings from 2012 to 2014,
the average for distributive leadership and teacher self efficacy remained in the high range.
Tables 4 and Figure 5 show the averages of the items that measured distributive leadership, those
that measured teacher self-efficacy and well as those that measured both distributive leadership
and teacher self-efficacy.
Table 4
The percentage mean for distributive leadership, teacher self-efficacy and distributive leadership
with teacher self efficacy.
Distributive leadership

Teacher Self-efficacy

2012
2014
91.54% 80.59%

2012
88.4%

Distributive leadership
and teacher self-efficacy
2012
2014
88.6%
78.5%

2014
78.5%

40

Figure 5

Figure 5. A chart showing that the items measuring distributive leadership, teacher self-efficacy
and distributive leadership and teacher self-efficacy remained in the high range at the research
site.
More analysis on the 10% dip from 2012 to 2014 can be found in the next section.

Explanation of Results
Criteria for High Distributive Leadership and Teacher Self-Efficacy
In a briefing from The New Teacher Center about how districts should use the TELL
data for school improvement, researchers describe a process for analyzing the results of the
survey. The worksheet they developed can be viewed in Appendix F. They consider a high rating
on factors in the survey items where teachers agree or strongly agree at a percentage rate of 75%
or higher. An average rating is between 25% and 75% and a low rating in under 25%. Using this
determination the school staff studied in this research satisfies the criteria of having a “high”
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percentage rate for distributive leadership practices. Overall distributive leadership received a
rating of a 91.4% average of all teachers agreeing or strongly agreeing with the 31 factors in
2012 and an 80.59% average of all teachers agreeing or strongly agreeing with the 31 factors in
2014. A “high” percentage rate for teacher sense of self-efficacy is also evident. In 2012 an
88.4% average of all teachers agreeing or strongly agreeing with the 24 factors was noted and
2014 a 78.5% average was noted. Again, a “high” percentage was noted for the 12 items
measuring both distributive leadership and teacher self-efficacy. In 2012 an 88.6% average of all
teachers agreeing and strongly agreeing with these items was calculated. In 2014 a 78.5%
average was calculated.
The Influence of The Exosystem and The Macrosystem on the Microsystem
The exosystem It is interesting to note that while the SCAS scores continue to rise the
overall Distributive Leadership and Teacher Self-Efficacy factors declined, though the
percentages stayed within the “high” range. From 2012-2014 those agreeing or strongly agreeing
with the Distributive Leadership factors fell by 10.95 % and those agreeing or strongly agreeing
with the Teacher Self-Efficacy factors fell by 9.9%. A study by Tek (2014) uses the TELL
survey data to research the connection between the school’s administrative leadership and
teacher job satisfaction. She confirmed a significant relationship between the factors related to
school administrative leadership and teacher job satisfaction. Thus the analysis of findings
includes a brief reflection about the school leadership of the school site between 2012 and 2014.
The school leadership at this school remained the same from 2010 to 2014. In a 2013 districtwide blog post the school’s principal is featured. The post recognizes the welcoming atmosphere,
the strong sense of community and the overall collegiality present in the school as led by the
principal. There is one comment on this post written by a teacher at the school who concurs with
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the blog post and writes “Truly, there are few places quite as special as the [research site]”
(http://allaboutbps.blogspot.com/2013). Due to the nature of the archival data a clear explanation
for why the data declined over the two-year period cannot be known. However, the results
remained high, and are an indicator of both distributive leadership and teacher self efficacy in the
school during both the 2011-2012 and 2013-2014 school years, rendering the results still
significant.
The macrosystem In an effort to explain the extent to which distributive leadership and
teacher self-efficacy affect student achievement this research offers a comparison of the research
site to the macrosystem of the district as a whole though while not easily correlated this
achievement data is instructive for decision-making. Much like the exosystem, the macrosystem
is even further removed from the microsystem of teacher to student relationship in the single
research site of this study, but one system cannot function without the others (Bronfenbrenner,
1994) so a reflection on this data is still pertinent.
In 2012 91.54% of the teachers at the research site strongly agreed or agreed with the
factors measuring distributive leadership compared to 79.5% of teachers across the district. At
the research site 88.4% strongly agreed or agreed with the factors measuring teacher self-efficacy
compared to 82.1% across the district. In that same year 55% of the students at the research site
scored proficient or advanced on the ELA SCAS compared to 44% in the district. On the math
SCAS 47% of the students at the research site scored proficient or advanced compared to 36% in
the district. In 2014 80.59% of the teachers at the research site strongly agreed or agreed with the
factors measuring distributive leadership compared to 67.9% in the district. At the research site
78.5% strongly agreed or agreed with the factors measuring teacher self-efficacy compared to
71.3% across the district. In that same year 58% of the students at the research site scored
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proficient or advanced on the ELA SCAS compared to 46% in the district. On the math SCAS
54% of the students at the research site scored proficient or advanced compared to 40% in the
district. The percentage of distributive leadership and teacher self-efficacy factors and student
achievement at the research site are consistent with that of the district. The rate of decline among
the distributive leadership factors are within .65% variance and the rate of decline among the
self-efficacy factors are within a .9% variance. The rise in English Language Arts SCAS scores
are within a 1% variance and the rate of a rise in mathematics scores are within a 3% variance.
Anything within a 5% variance can be seen as significantly significant. Table 5 shows the
analysis of variance.
Table 5
ANOVA of school to district conditions

Distributive
Leadership values
Teacher Self
Efficacy Values
Distributive
Leadership and
Teacher Self
Efficacy Values
SCAS ELA
SCAS Math
p< 5%

School
-10.95%

District
-11.6%

Variance
.65%

-9.9%

-10.8%

.9%

-10.1%

-13.1%

3%

+3%
+7%

+2%
+4%

1%
3%

Summary
Through ecological methodology, this research sought to examine how the relationship of
distributive leadership and teacher self –efficacy create the right learning conditions for student
achievement. As Shields (2010) suggests, leadership must be transformative in order to support
an inclusive and socially just environment for learning. For the research site the overall
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perceptions of distributive leadership and teacher self-efficacy fell into the “high” range
according to the New Teacher Center who developed and validated the assessment. This is true
for both the 2012 and 2014 surveys despite a drop in the percentage ratings for both areas during
this time.
Though direct causation cannot be determined, student achievement scores continued to
rise. This rise in student achievement data is consistent with the data in the overall school district.
Where distributive leadership and self-efficacy practices are high, students are making progress
in achievement as measured by standardized testing. It can be concluded in this study that the
environmental conditions created by distributive leadership and teacher self –efficacy positively
relate to student achievement. However, findings only represent relationships between these
conditions during these two school years. These findings will not be able to implicate future
trends in these relationships nor are they able to suggest causation. A longitudinal study, in
which data could be examined over time to identify trends, would be a much stronger indicator
of the strength of the relationships of these conditions.
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CHAPTER V
CONCLUSION
According to Bronfenbrenner (1994) ecological models include an ever-changing
collection of theory and research concerned with processes and conditions that oversee the
ongoing course of human development in the actual environments in which human beings live.
In other words, according to Borgo (2007) “knowledge, when viewed from an ecological
perspective, is “co-constituted” by the knower, the environment in which knowing occurs, and
the activity in which the learner is participating” (p. 2).
In the case of this study the relationship between distributive leadership opportunities and
teacher sense of self-efficacy create the conditions in which students achieve academic success.
It is my belief that regarding student learning as developing and dynamic can be a metaphor to
ecology in nature. For example, how an individual specimen adapts itself to the nuances of its
species in the natural world (Normak, Pata and Kaipainen, 2011). In the framework of this study,
the group of students characterize the specimen, while the community of teachers and their
students characterize the species. In this study I used these ideas from ecology for describing the
influence of distributive leadership and teacher self-efficacy on student learning. Normak, Pata
and Kaipainen posit that the specimen’s interaction with the immediate environment is based on
the idea of “affordance”, which can be explained as an “action” dynamically emerging in the
environment. This concept has had a significant impact on the approaches to student learning in
this study. Normak, Pata and Kaipainen refer to an affordance-based model of learning. Using
affordances makes the selection of leadership design leading to self-efficacy ecological, since
affordances depend on the learners’ perception and action, as well as on the existing possibilities
in the learning environment. The distributive leadership opportunities and teacher sense of
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efficacy influence the conditions in which children learn, thus served as the theoretical
framework for the research. Data was collected from the results of the Teaching, Empowering,
Leading and Learning Survey (TELL) from 2012 and 2014 to determine the distributive
leadership opportunities available to teachers in the research setting as well as the overall sense
of self-efficacy of those teachers in each of the respective years. Using the literature review to
create categories based on key words, factors from the 182 item survey (Appendix A) were
coded so that only the 31 items that measured distributive leadership and the 24 items that
measured teacher self efficacy were considered. The percentages of teachers who answered agree
or strongly agree on the survey items for distributive leadership were compared to the assessment
results. The same was done for teacher self-efficacy.
Distributive Leadership
Using research from the literature review the items on the TELL survey that measured
distributive leadership were extrapolated. The key words used in the coding procedure came
from the empirical research in the literature review. Distributive leadership includes
opportunities to lead such as community liaison, cultural developer, dexterous communicator,
policy advocate, resource provider, instructional specialist, curriculum specialist, classroom
supporter, learning facilitator, mentor, data coach, catalyst for change and more (Angelle & Hart,
2011; Donaldson, 2007; Protheroe, 2008). These microsystem results were compared to results
in the macrosytem as district wide survey and achievement results afforded similar outcomes
with a less that 3% variance.
Teacher Self-Efficacy
Using research from the literature review the items on the TELL survey that measured
teacher leadership were extrapolated. The key words used in the coding procedure came from the
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empirical research in the literature review. Dinham and Scott (1998) identified eight factors that
could be categorized as promoting self efficacy: (1) school leadership, climate, and decision
making; (2) merit promotion and local hiring; (3) school infrastructure; (4) school reputation; (5)
status and image of teachers; (6) student achievement; (7) workload and the impact of change;
and (8) professional self-growth (Tek, 2014). These microsystem results were compared to
results in the macrosystem as district wide survey and achievement results afforded similar
outcomes with a less that 3% variance in percentages.
The Relationship of Distributive Leadership and Teacher Self-Efficacy to Student
Achievement
Stewart (2012) writes that having a leadership role as a teacher increases self-efficacy,
keeps the best teachers in the classroom, and impacts student learning in a positive way.
Distributive leadership roles offer a path for teachers to bring transformative leadership to
schools. Muijs and Harriis (2006) write that teacher leadership is a vital component of the school
improvement process and that it ultimately has influence on student achievement and success.
Helterbran (2010) assert that teachers who view themselves as leaders make classroom decisions
that lead to an overall increase in student performance. The findings from this study concur with
the earlier research in distributive leadership and teacher self-efficacy theory. Teachers who have
an opportunity to lead and those who feel valued in their work create an environment in which
students can make progress. As I was reviewing the data from the twenty schools in the district
that completed the TELL in 2012 and 2014 to calculate the distributive leadership and teacher
self-efficacy averages, an interesting trend was noticed. Survey findings from two schools
diverged from others in the district. The first one stood out because in 2012, 100% of the
teachers agreed or strongly agreed with several items related to distributive leadership or teacher
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self efficacy. That same school was a Level 1 school (among the highest performing in the
district). The second school stood out because in 2012, 0% of the teachers agreed or strongly
agreed with several of the distributive leadership and teacher self-efficacy items. That school was
a Level 3 school in that year, meaning it is among the 20% lowest performing schools in the
district (http://profiles.doe.mass.edu/accountability). This finding adds to the evidence of strong
distributive leadership and teacher self-efficacy in school creates an environment conducive to
student learning. Further in depth studies on individual schools would possibly yield similar
results. Based on this outcome, a recommendation for practice in school districts is, at the
macrosystem level, to hire school leaders who understand and support distributive leadership and
teacher self-efficacy. In the exosystem it is important for school leaders to cultivate a culture of
distributive leadership and teacher self-efficacy and in the microsystem the proximal process of
teacher to student should produce positive teaching and learning outcomes. Figure 6 shows the
recommendations based on the outcomes in the study.
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Figure 6. Recommendations based on an ecosystem model.
Within an ecosystem model of education, the macrosystem influences the exosystem
which influences the proximal process in the microsystem. In this study, decisions made in the
macrosystem relate to the climate cultivated in the exosystem making it possible for proximal
process in the microsystem that will influence the teaching and learning outcomes (Normak, Pata
and Kaipainen, 2011).
Limitations and Generalizations of the Study
While this study strictly sought the relationship in the ecological model’s microsystem (in
this case the relationship of the teacher’s effect on student achievement) it must be noted that
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other factors influence these changes as well. Distributive Leadership and Teacher Self-efficacy
cannot be supported without the exosystem (in this case, the school’s administrative leadership).
In the summer of 2014, just after the 2014 TELL survey was completed, this same principal was
put on administrative leave pending an investigation. She was replaced by a sixth-grade teacher
in the school. While no other information is available, this change in school leadership may be a
factor influencing teachers’ perceptions of distributive leadership and teacher self-efficacy, and
may have contributed to lower ratings in 2014.
Likewise, the design of this study is limited by the type of data available and the nature of
the design’s ecological model. While use of survey data to investigate factors related to
distributive leadership and teacher self-efficacy allowed for a large sample size from a single
research site, self-reported data is not without weaknesses (Tek, 2014). For example, the
participants may respond in ways that were low risk. Their responses may reflect what they think
the survey administrator would like to be reported (Dillman, Smyth, & Christian, 2009, as cited
in Tek, 2014). Within this study, the impact of risk was limited, as teachers’ perceptions of
distributive leadership and self-efficacy related more to the school environment than to
themselves and their personal actions. In addition, teacher self-efficacy was analyzed at the
school-level, therefore the mean of fifteen or more teachers was used to indicate distributive
leadership and self-efficacy, as opposed to one teacher’s response. The use of secondary,
archival data limited my ability to investigate all factors of the distributive leadership and selfefficacy frameworks. Using a pre-existing survey and its collected data as is, did not allow for
modifications or additional data collection. However, use of the pre-existing survey may also
have served as a strength of the study, as the data tool has already been piloted, refined, and
tested for validity and reliability (Tek, 2014).
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The use of archival data was also limited by the survey and student achievement data
available. Student achievement data was reported at the school-level, not the student-level, and
can’t be connected to individual teachers in most cases. Furthermore, due to the anonymity of
teacher survey responses, even if individual student achievement data was available, it would
have been impossible to link the students to their specific teachers. Also, while the data available
allow for conclusions that are representative of one, large, urban school in the Northeast,
generalization to other districts, and especially other states is limited (Tek, 2014). Finally, the I
include only two environmental conditions, distributive leadership and self-efficacy for the
application of the ecological approach for student achievement. In order to apply it in practice for
analyzing and designing distributive leadership practices in schools that increase self-efficacy,
more research and development is needed.
Implications
This study provides additional evidence that cultivating an environment where teachers
participate in the leading and feel the impact of their hard work students make learning gains.
Specifically, the results of this ecological study indicate that student achievement is related to
distributive leadership and teacher self-efficacy. Donaldson (2007), Harris & Spillane (2008),
Lattimer (2007), Muijs & Harris (2006), and Timperley (2005) suggest that distributed
leadership can have a transformative influence on the overall culture in an organization, creating
a constructive and motivating professional climate for both teachers and students.
The data extrapolated from the TELL survey indicates that schools in the district where
distributive leadership and teacher self-efficacy was high consistently reported on three
important indicators. The faculty and leadership have a shared vision, teachers are viewed as
educational experts and professional development is differentiated to meet the needs of
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individual teachers. This observation aligns with the findings of Kohm and Nance (2009) who
write that schools can “foster a school environment that leads to collaboration and teacher
leadership by sharing responsibility with teachers as often as possible and by helping them
develop skills that foster collaborative problem solving” (p. 68). Lattimer (2007) too, supports
this conclusion. He writes, “Teachers will live up to their potential as leaders only when the
school environment supports their efforts” (p. 70).
Implications for action As a result of this study it is recommended that school leaders in
the exosystem (principal, assistant principal, directors of instruction) and in the macrosystem
(superintendents, deputy and assistant superintendents, directors of curriculum) advocate for
opportunities such as those outlined in the New Teacher Center 2014 framework and in Figure 6.
That is, openly encouraging all leaders to share a vision and sett specific goals for his or her
school to cultivate a culture of distributive leadership; get all teaching faculty to engage in and
commit to ways of working; cultivate a climate in which teachers feel empowered and valued;
and hold faculty accountable for high standards of teaching while allowing for the space teachers
need to feel safe to try new things (NTC 2014).
Recommendations for further study In terms of future research implications, the
sample size – a single, large, urban K-8 school, an ecological methodological approach, and
results from this study should be considered when developing future research in this area. The
findings from this study could be validated and strengthened if future research included
individual student-level achievement data that could be connected to specific teachers.
Additionally, interviews, or another data source that includes more specific information related
to the teachers’ capacity in the area of distributive leadership and teacher self-efficacy would
strengthen the claims of this study. A future study could look at other independent conditions
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that influence the dependent conditions in the microsystem related to teaching, learning and
student achievement.
Summary
In 2010 Shields wrote that education and educational leadership must be linked with the
wider social context in which it is rooted. She contends that in order for learning environments to
be truly inclusive and socially just, a transformative theory of leadership must be employed.
Drawing on the work of Shields, this study sought to examine the influence of distributive
teacher leadership opportunities, the sense of self-efficacy of the teachers who participate in
teacher leadership and overall student achievement through the lens of ecological methodology.
The method for data collection and analysis used an ecological methodology. According
to Bronfenbrenner (1994) and Borgo (2007) ecological models include an ever-changing
collection of theory and research concerned with processes and conditions that oversee the
ongoing course of human development in the actual environments in which human beings live.
In the case of this study the distributive leadership opportunities and their influence on teacher
sense of self-efficacy create the environment in which students achieve academic success. It is
my belief that regarding student learning as developing and dynamic can be a metaphor to
ecology in nature. For example, how an individual specimen adapts itself to the nuances of its
species in the natural world (Normak, Pata and Kaipainen, 2011). In the framework of this study,
the group of students characterized the specimen, while the community of teachers and their
students characterized the species. In this study I used the ideas from ecology for describing the
influence of distributive leadership and teacher self-efficacy on student learning. It was
concluded that within the microsystem of the single school site distributive leadership practices
and teacher self-efficacy did in fact have a positive influence on student achievement. While the
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data was cross checked with data in the macrosystem more research is needed that includes
additional conditions that influence student learning in a ecological framework as well as more
data at the student and teacher level.
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APPENDIX A
Teaching, Empowering, Leading and Learning Survey 2012, 2014
TIME
Q 2.1 Please rate how strongly you agree or disagree with the following statements about
the use of time in your school.
a. Class sizes are reasonable such that teachers have the time available to meet the needs
of all students.
b. Teachers have time available to collaborate with colleagues.
c. Teachers are allowed to focus on educating students with minimal interruptions
d. The non-instructional time provided for teachers in my school is sufficient.
e. Efforts are made to minimize the amount of routine paperwork teachers are required to
do.
f. Teachers have sufficient instructional time to meet the needs of all students.
g. Teachers are protected from duties that interfere with their essential role of educating
students.
Facilities and resources
Q 3.1 Please rate how strongly you agree or disagree with the following statements about
your school facilities and resources.
a. Teachers have sufficient access to appropriate instructional materials.
b. Teachers have sufficient access to instructional technology, including computers,
printers, software and internet access.
c. Teachers have access to reliable communication technology, including phones, faxes
and email.
d. Teachers have sufficient access to office equipment and supplies such as copy
machines, paper, pens, etc.
e. Teachers have sufficient access to a broad range of professional support personnel.
f. The school environment is clean and well maintained.
g. Teachers have adequate space to work productively.
h. The physical environment of classrooms in this school supports teaching and learning.
Community Support and Involvement
Q 4.1 Please rate how strongly you agree or disagree with the following statements about
community support and involvement in your school.
a. Parents/guardians are influential decision makers in this school.
b. This school maintains clear, two-way communication with the community.
c. This school does a good job of encouraging parent/guardian involvement.
d. Teachers provide parents/guardians with useful information about student learning.
e. Families help students achieve educational goals in this school.
f. Parents/guardians know what is going on in this school.
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g. Parents/guardians support teachers, contributing to their success with students.
h.Community members support teachers, contributing to their success with students.
i. The community we serve is supportive of this school.
Managing Student Conduct
Q 5.1 Please rate how strongly you agree or disagree with the following statements about
managing student conduct in your school.
a. Students at this school understand expectations for their conduct.
b. Students at this school follow rules of conduct.
c. Policies and procedures about student conduct are clearly understood by the faculty.
d. School administrators consistently enforce rules for student conduct.
e. School administrators support teachers' efforts to maintain discipline in the classroom.
f. Teachers consistently enforce rules for student conduct.
g. The faculty work in a school environment that is safe.
Teacher Leadership
Q 6.1 Please rate how strongly you agree or disagree with the following statements about
teacher leadership in your school.
a. Teachers are recognized as educational experts.
b. Teachers are trusted to make sound professional decisions about instruction.
c. Teachers are relied upon to make decisions about educational issues.
d. Teachers are encouraged to participate in school leadership roles.
e. The faculty has an effective process for making group decisions to solve problems.
f. In this school we take steps to solve problems.
g. Teachers are effective leaders in this school.
h. Teachers have an appropriate level of influence on decision making in this school.
School Leadership
Q 7.1 Please rate how strongly you agree or disagree with the following statements about
school leadership in your school.
a. The faculty and leadership have a shared vision.
b. There is an atmosphere of trust and mutual respect in this school.
c. Teachers feel comfortable raising issues and concerns that are important to them.
d. The school leadership consistently supports teachers.
e. Teachers are held to high professional standards for delivering instruction.
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f. The school leadership facilitates using data to improve student learning.
g. Teacher performance is assessed objectively.
h. Teachers receive feedback that can help them improve teaching.
i. The procedures for teacher evaluation are consistent.
j. The school improvement team provides effective leadership at this school.
k. The faculty are recognized for accomplishments.
Q 7.2The school leadership makes a sustained effort to address teacher concerns about:
a. Leadership issues
b. Facilities and resources
c. The use of time in my school
d. Professional development
e. Teacher leadership
f. Community support and involvement
g. Managing student conduct
h. Instructional practices and support
i. New teacher support
Professional Development
Q 8.1Please rate how strongly you agree or disagree with statements about professional
development in your school.
a. Sufficient resources are available for professional development in my school.
b. An appropriate amount of time is provided for professional development.
c. Professional development offerings are data driven.
d. Professional development opportunities are aligned with the school’s improvement
plan.
e. Professional development is differentiated to meet the needs of individual teachers.
f. Professional development deepens teachers' content knowledge.
g. Teachers are encouraged to reflect on their own practice.
h. In this school, follow up is provided from professional development.
i. Professional development provides ongoing opportunities for teachers to work with
colleagues to refine teaching practices.
j. Professional development is evaluated and results are communicated to teachers.
k. Professional development enhances teachers' ability to implement instructional
strategies that meet diverse student learning needs.
l. Professional development enhances teachers' abilities to improve student learning.
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Instructional Practices and Supports
Q 9.1 Please rate how strongly you agree or disagree with the following statements about
instructional practices and support in your school.
a. State assessment data are available in time to impact instructional practices.
b. Local assessment data are available in time to impact instructional practices.
c. Teachers use assessment data to inform their instruction.
d. Teachers work in professional learning communities to develop and align instructional
practices.
e. Provided supports (i.e. instructional coaching, professional learning communities, etc.)
translate to improvements in instructional practices by teachers.
f. Teachers are encouraged to try new things to improve instruction.
g. Teachers are assigned classes that maximize their likelihood of success with students.
h. Teachers have autonomy to make decisions about instructional delivery (i.e. pacing,
materials and pedagogy).
i. he faculty are committed to helping every student learn.
j. The curriculum taught in this school is aligned with Common Core Standards
k. The curriculum taught meets the needs of students.
l. Social services are available to ensure that all students are ready to learn.
Overall
Q 10.1 Overall, my school is a good place to work and learn.
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APPENDIX B
Survey items that determine distributive leadership
Distributive Leadership
Teachers have time available to collaborate with colleagues.
The non-instructional time provided for teachers in my school is sufficient.
Teachers are recognized as educational experts.
Teachers are trusted to make sound professional decisions about instruction.
Teachers are relied upon to make decisions about educational issues.
Teachers are encouraged to participate in school leadership roles.
The faculty has an effective process for making group decisions to solve problems.
In this school we take steps to solve problems.
Teachers are effective leaders in this school.
Teachers have an appropriate level of influence on decision making in this school.
The faculty and leadership have a shared vision.
There is an atmosphere of trust and mutual respect in this school.
Teachers feel comfortable raising issues and concerns that are important to them.
The school leadership consistently supports teachers.
Teachers are held to high professional standards for delivering instruction.
The school improvement team provides effective leadership at this school.
The faculty are recognized for accomplishments.
Teacher leadership
New teacher support
Professional development is differentiated to meet the needs of individual teachers.
Professional development deepens teachers' content knowledge.
Teachers are encouraged to reflect on their own practice.
Professional development provides ongoing opportunities for teachers to work with colleagues
to refine teaching practices.
Professional development enhances teachers' ability to implement instructional strategies that
meet diverse student learning needs.
Professional development enhances teachers' abilities to improve student learning.
Teachers work in professional learning communities to develop and align instructional
practices.
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Provided supports (i.e. instructional coaching, professional learning communities, etc.) translate
to improvements in instructional practices by teachers.
Teachers are assigned classes that maximize their likelihood of success with students.
Teachers have autonomy to make decisions about instructional delivery (i.e. pacing, materials
and pedagogy).
The faculty are committed to helping every student learn.
Overall, my school is a good place to work and learn.
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APPENDIX C
Survey items that determine teacher self-efficacy
Teacher Self Efficacy
Class sizes are reasonable such that teachers have the time available to meet the needs of all
students.
Teachers are allowed to focus on educating students with minimal interruptions
Teachers have sufficient instructional time to meet the needs of all students.
Teachers are protected from duties that interfere with their essential role of educating
students.
Teachers have sufficient access to a broad range of professional support personnel.
Teachers have adequate space to work productively.
The physical environment of classrooms in this school supports teaching and learning.
Parents/guardians support teachers, contributing to their success with students.
Community members support teachers, contributing to their success with students.
The community we serve is supportive of this school.
School administrators support teachers' efforts to maintain discipline in the classroom.
The faculty work in a school environment that is safe.
Teachers are recognized as educational experts.
Teachers are trusted to make sound professional decisions about instruction.
In this school we take steps to solve problems.
Teachers are effective leaders in this school.
Teachers have an appropriate level of influence on decision making in this school.
There is an atmosphere of trust and mutual respect in this school.
Teachers feel comfortable raising issues and concerns that are important to them.
The school leadership consistently supports teachers.
The faculty are recognized for accomplishments.
Teachers are assigned classes that maximize their likelihood of success with students.
Teachers have autonomy to make decisions about instructional delivery (i.e. pacing,
materials and pedagogy).
Overall, my school is a good place to work and learn.
*Highlighted items measure both distributive leadership and teacher self-efficacy.
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APPENDIX D
Percent of teachers who agree or strongly agree with the distributive leadership survey items
Distributive Leadership
Percent of teachers who
Percent of teachers who
agree or strongly agree
agree or strongly agree with
with these statements
these statements 2014
2012
Teachers have time available to
86.5
71.0
collaborate with colleagues.
The non-instructional time
94.4
75.9
provided for teachers in my school
is sufficient.
Teachers are recognized as
94.4
83.9
educational experts.
Teachers are trusted to make sound 94.4
90.3
professional decisions about
instruction.
Teachers are relied upon to make
94.1
87.1
decisions about educational issues.
Teachers are encouraged to
94.4
90.3
participate in school leadership
roles.
The faculty has an effective
93.9
80.6
process for making group
decisions to solve problems.
In this school we take steps to
97.1
87.1
solve problems.
Teachers are effective leaders in
94.3
93.5
this school.
Teachers have an appropriate level 76.5
64.3
of influence on decision making in
this school.
The faculty and leadership have a
90.9
78.6
shared vision.
There is an atmosphere of trust and 83.3
65.5
mutual respect in this school.
Teachers feel comfortable raising
86.1
70.0
issues and concerns that are
important to them.
The school leadership consistently 91.4
75.9
supports teachers.
Teachers are held to high
97.3
93.5
professional standards for
delivering instruction.
The school improvement team
93.5
77.8
provides effective leadership at
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this school.
The faculty are recognized for
accomplishments.
Teacher leadership
New teacher support
Professional development is
differentiated to meet the needs of
individual teachers.
Professional development deepens
teachers' content knowledge.
Teachers are encouraged to reflect
on their own practice.
Professional development provides
ongoing opportunities for teachers
to work with colleagues to refine
teaching practices.
Professional development
enhances teachers' ability to
implement instructional strategies
that meet diverse student learning
needs.
Professional development
enhances teachers' abilities to
improve student learning.
Teachers work in professional
learning communities to develop
and align instructional practices.
Provided supports (i.e.
instructional coaching,
professional learning communities,
etc.) translate to improvements in
instructional practices by teachers.
Teachers have autonomy to make
decisions about instructional
delivery (i.e. pacing, materials and
pedagogy).
The faculty are committed to
helping every student learn.
Overall, my school is a good place
to work and learn.
AVERAGE

97.3

80.0

94.3
87.5
85.7

78.6
73.9
73.3

91.9

80.0

97.1

90.3

91.4

80.0

94.6

77.4

91.9

80.0

93.5

86.7

93.7

82.1

84.4

76.7

100

96.8

80.6

76.7

91.54

80.59

Note: μ = (Σ * X)/ N

72

APPENDIX E
Percent of teachers who agree or strongly agree with the teacher self-efficacy survey items.
Teacher Self Efficacy

Percent of teachers who
agree or strongly agree
with these statements
2012
Class sizes are reasonable such that 80.6
teachers have the time available to
meet the needs of all students.
Teachers are allowed to focus on
67.6
educating students with minimal
interruptions
Teachers have sufficient
83.3
instructional time to meet the
needs of all students.
Teachers are protected from duties 89.2
that interfere with their essential
role of educating students.
Teachers have sufficient access to
83.3
a broad range of professional
support personnel.
Teachers have adequate space to
97.2
work productively.
The physical environment of
83.3
classrooms in this school supports
teaching and learning.
Parents/guardians support teachers, 91.4
contributing to their success with
students.
Community members support
94.3
teachers, contributing to their
success with students.
The community we serve is
97.1
supportive of this school.
School administrators support
94.1
teachers' efforts to maintain
discipline in the classroom.
The faculty work in a school
97.1
environment that is safe.
Teachers are recognized as
94.4
educational experts.
Teachers are trusted to make sound 94.4
professional decisions about
instruction.
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Percent of teachers who
agree or strongly agree
with these statements
2014
54.8

38.7

56.7

66.7

76.6

93.5
96.8

86.7

86.2

100
89.7

96.6
83.9
90.3

In this school we take steps to
solve problems.
Teachers are effective leaders in
this school.
Teachers have an appropriate level
of influence on decision making in
this school.
There is an atmosphere of trust and
mutual respect in this school.
Teachers feel comfortable raising
issues and concerns that are
important to them.
The school leadership consistently
supports teachers.
The faculty are recognized for
accomplishments.
Teachers are assigned classes that
maximize their likelihood of
success with students.
Teachers have autonomy to make
decisions about instructional
delivery (i.e. pacing, materials and
pedagogy).
Overall, my school is a good place
to work and learn.
AVERAGE

97.1

87.1

94.3

93.5

76.5

64.3

83.3

65.5

86.1

70

91.4

75.9

97.3

80

84.4

78.6

84.4

76.7

80.6

76.7

88.4

78.5

Note: μ = (Σ * X)/ N
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APPENDIX F
Understanding Teaching Conditions from the TELL Mass Survey
To participate in this activity, please access the results of the 2014 TELL Massachusetts Survey
online at www.tellmass.org.
In this exercise, you will be examining the same construct questions from Activity I. However,
instead of reflecting on the district level, this exercise will examine individual school results
within your district of the schools you identified in Activity II. The table on the next page is
organized in the same manner as the first activity.
1. To the right of the cell that reads ‘Insert School Names Here,’ place the name of the
school in your district that you anticipated in Activity II that would exhibit very high
teaching conditions relative to other schools in your district in the column labeled ‘High’
(>75%). Place the name of the school in your district that you predicted would exhibit
average teaching conditions relative to other schools in your district in the column
labeled ‘Average’ (25%-75%). Finally, place the name of the school in your district that
you anticipated would exhibit low teaching conditions relative to other schools in your
district in the column labeled ‘Low’ (< 25%).
2. Using the same process you applied in Activity I, look up each individual school’s
summary results on the survey website and place the percent agreement rates in the
corresponding boxes of the table.
3. In the final column, labeled ‘Difference Betwemnmnb t tyy6’/.7hbbnbnbb en High and
Low’ subtract the percent agreement from the high school by the percent agreement score
of the low school for each of the questions in the table and place the results into the
corresponding boxes.
(New Teacher Center, 2014).
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